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A bridge over troubling waters: A snapshot of teacher graduates’ perceptions of their 
ongoing professional learning needs  
 
    L. Crosswell and D. Beutel 
Faculty of Education, Queensland University of Technology, Australia 
 
For graduating teachers, the bridging period between formal teacher preparation and joining the 
profession is a time of high anxiety and great excitement. While this  transition influences 
efficacy, job satisfaction, career length and future teaching quality, it is widely recognized to be 
inconsistent, poorly planned and resourced and largely unsupported (DEST, 2002; Herrington & 
Herrington, 2004).  In Australia, the transition to teaching remains largely a school-based affair.  
However, individual schools may not have the resources to support a comprehensive and 
cohesive transition program. This paper discusses a pilot university program of extended teacher 
preparation.  It reports on the perceived professional learning needs of a group of graduates as 
they transition to teaching.  The key findings indicate that these graduates are seeking ongoing 
support as they develop confidence in their canonical skills of teaching.  We argue that 
university-based programs are one way of providing professional learning and support for 
beginning teachers. 
 
 Keywords:  transition to profession; reflective practice; professional standards; teacher 
education; teacher induction 
 
 
Introduction 
 
Providing support for new teachers' transition from being graduates to consolidating their 
teaching skills in the early stages of their career, initially appeared as an issue in the educational 
literature in the mid-twentieth century (Tickle, 2000).   The term ‘induction’ came to be widely 
used to describe this period of transition.  While teacher induction has been clearly defined as 
the “entry and the planned support the new teachers receive” (Veenman, 1984, p. 165), and the 
“process of formal assistance for the beginning teacher” (Greenlee & DeDeugd, 2002, p. 69), 
what constitutes an effective transition to teaching is a little more ambiguous.  Much of the 
teacher induction research centres on school based internships and the individual mentoring 
relationship as an effective way to induct new teachers, as opposed to off school campus 
professional development programs of support (Allen, 2005; Darling-Hammond, 2003; Feiman-
Nemser, 2003).  As such, there is a dearth of research into these generalised support program 
components of induction (Smith & Ingersoll, 2004).  This gap in the research adds importance to 
the research project we are reporting on in this paper. 
 
The transition between pre-service teacher education programs and the early stages of beginning 
to teach, is of interest to governments, education systems, universities and researchers alike 
(DEST, 2002; Hammerness & Darling-Hammond, 2005; House of Representatives Standing 
Committee on Education and Vocational Training, 2007; Ramsey, 2000). This high level of 
scrutiny is easy to understand as the experiences of transition have a powerful influence on the 
ability to attract better candidates, reduce attrition, improve job satisfaction, enhance 
professional development and improve teaching and learning development of a teacher’s future 
practice and identity (Howe, 2006; Smith, 2007).   As such, it is not unexpected that 
multinational studies highlight the critical importance of providing effective teacher induction to 
national social and political agendas (see, Bracey, 2003; National Commission on Teaching and 
America’s Future (NCTAF), 2003).   
 
Transition to teaching in Australia 
In Australia it has been argued that for many graduates the transition from university to the 
profession involves few formal induction processes with transition experiences often poorly 
designed and implemented and largely unsupported (see DEST, 2002; Herrington & Herrington, 
2004; Ramsey, 2000). For many of Australia’s early career teachers, the transition to teaching 
can best be described as merely the closing of one door as graduates leave their university 
teacher preparation programs and the opening of another door when graduates take up positions 
as beginning teachers (Herrington & Herrington, 2004).  It is acknowledged that, while there are 
some guidelines and resourcing around induction by employing bodies, the specific 
implementation of induction programs is still most commonly left to the schools in which 
beginning teachers are placed.  Thus, in Australia, the current approach to teacher induction 
continues to rely ‘on the support of principals and the goodwill of staff’ (DEST, 2002, p. 21). 
However, it is highly contestable that schools have the resources (skills, time or staff) to 
undertake this critical aspect of professional development in a consistent and effective way 
(DEST, 2002; Ramsey, 2000).   
 
While other countries such as Switzerland, France, New Zealand, Japan, and China have 
invested significant time and resources into supporting the transition to teaching (Wong, 2005), 
Australia is yet to take up a national approach.  Currently in Australia there exists a wide 
variation in support for beginning teachers across the eight state education departments (House 
of Representatives Standing Committee on Education and Vocational Training, 2007), that 
include everything on the continuum from very little formal induction through to generalist 
professional development, additional release time and resources, and mentorship programs.  
However, a common approach to supporting new teachers continues to be on-line resources, 
with most face to face support generally offered at the discretion of the school principal or the 
school district (New South Wales Department of Education and Training, 2002).  Driven by a 
sense of interest in what is on offer at a national level we have visited each of the Department of 
Education websites and collated what resources could be easily identifiable at being aimed at 
supporting or inducting new teachers.  We acknowledge that this does not represent what goes 
on in the Catholic or Independent sectors but argue it is useful in order to see some of the current 
diversity in approaches existing here in Australia.  A snapshot of what is on offer according to 
the state education departments’ websites can be seen in Table 1 below. 
 
Table 1  
Summary of induction resources from state government teacher employment authorities 
New South Wales 
First Time Teacher Toolkit.  
https://www.det.nsw.edu.au/proflearn/areas/nt/nt
induction.htm 
Available only to NSW DET staff, via intranet.    
(NSWDET, 2006).  
 
A new online, on-time resource to support early career teachers.  It is specifically designed 
to support new teachers within the first 10 weeks in their school. 
 
Additional to this NSW has; 
Beginning Teacher Resource Allocation - equivalent of one hour per week for the first two 
semesters of employment  
Guidelines for schools; 1).  Professional learning policy for schools 2). Beginning Teachers 
Support Policy 
Queensland   
Flying Start Induction Toolkit: 
http://education.qld.gov.au/staff/development/do
cs/flying_start_toolkit.pdf 
 
(DETA, 2007) 
A comprehensive 60 page ‘handbook’ that has tips and suggestions to cover; information 
about Education Queensland, how to orientate yourself in a new school, how to get your 
own classroom organized, how to organise your student records, planning and behavior 
management and professional development opportunities. 
South Australia 
Induction Toolbox: 
http://www.decd.sa.gov.au/hrdevelopment/pages
/teacherinduction/inductionAZuseful/?reFlag=1 
Teacher Induction: 
http://www.decd.sa.gov.au/hrdevelopment/pages
/teacherinduction/inductionAZuseful/?reFlag=1 
 
(DECD, 2012) 
The Teacher Induction site incorporates a NING (an invitation only social networking site) 
for all South Australian teachers in their first three years of teaching, stories of other 
teachers’ experiences in their first years of teaching.  The Induction Toolkit includes 
checklists, lesson plans and tips. 
Western Australia 
Guide to working in public schools: e-Guide. 
(DETWA, 2012) 
Overview of WA departmental information, links to useful websites, professional learning 
available to new teachers, career progression and new developments in public education. 
Additional to this WA has a systemic approach that includes; 
 Teacher Welcome Day 
 Graduate Teacher Induction Program run by The Institute for Professional 
Learning for teachers in their first 2 year, during the term and school holidays 
 Graduate Teacher In-Class Coaching Program 25 hours of one to one 
coaching during the first year of teaching 
 Additional financial support – up to $1,600 a year for PD activities 
 Additional non contact time – extra 2.5 days a term in first year of teaching.
Victoria 
The Induction Guide: 
http://www.education.vic.gov.au/proflearning/t
eacher/inductguide.htm 
 
(DEECD, 2012) 
This resource outlines expectations and tips on getting prepared, welcome to the school, 
what to cover in week 1, what to think about for week 2-8, an overview of your first 
year.  The expectations include that the early career teacher has an allocated ‘buddy’ 
from the more experienced teaching staff for the first few weeks and that there is at least 
5% reduced scheduled duties over the school week for them in the first year. 
 Additional to this Victoria has the Supporting New Teacher’s Practice program for first 
year teachers.  It is a staged developmental program that includes engagement on-site 
mentors, on-line coaching, workshop facilitators and with peers.  
Tasmania 
Beginning Teacher Time Release Program 
(BeTTR) 
http://www.education.tas.gov.au/school/teachi
ng/tasmania/bettr 
(Department of Education, 2010) 
 
The Department of Education in Tasmania does not have any induction resources on their 
website.  Instead what was located were guidelines for the BeTTR Program, where full-time 
beginning teachers are given a time release of two hours per week, which can be “banked” 
up to a maximum period of six hours. How this time is used is at the principal and early 
career teacher’s discretion. 
Northern Territory 
  The Department of Education in Northern territory does not have any induction resources 
readily available on their website. 
Australian Capital Territory 
 The Department of Education in the Australian Capital Territory does not have any 
induction resources readily available on their website. However, there is a statement that 
indicates that there are induction sessions provided for new teaching and administrative staff 
members, at the end of January and in mid-July.  
 This information was retrieved on March 2nd, 2012 from the Department of Education sites of each state.  
As evident from the state by state snapshot, there exists strong diversity around induction 
processes here in Australia.  The standout program is Western Australia with what appears to be 
a systemic, transparent, multifaceted and well resourced model. For Western Australia, there 
may be many factors requiring this well developed approach, not least the socio-economic factor 
of the current mining boom in the state that is drawing away many potential teachers from a 
relatively small population.  Victoria also has a multifaceted approach to induction with early 
career teachers able to apply for entrance into the Supporting New Teacher’s Practice program 
which includes engagement with on-site mentors, on-line coaching, workshop facilitators and 
with peers.  Increased non-contact time for beginning teachers plays a part in half of the state-
based induction approaches (New South Wales, Tasmania, Western Australia, and Victoria), 
with Tasmania offering the most generous two hours of additional non-contact per week in their 
Beginning Teacher Time Release Program.  Comprehensive on-line resources with easily 
accessible information about individual departmental information, tips and suggestions on how 
to prepare for teaching and ideas on how to set up classrooms, establish routines and manage 
behaviors appear on half of the states departmental websites (New South Wales, Queensland, 
South Australia and Victoria).  In strong contrast it was disturbing to find that three of the state 
education departments did not have readily available information or resources on their websites 
to support their beginning teachers (Tasmania, Australian Capital Territory and Northern 
Territory).  We recognize that these three states may have induction resources or guidelines that 
they distribute directly to their new teachers or schools and do not make accessible on their 
publicly accessible websites.  We also acknowledge that both Tasmania and the Australian 
Capital Territory offer some induction or support with Tasmania having two hours reduced 
contact time per week and the Australian Capital Territory running general induction sessions 
for new staff in semester one and two of each year. The fact these three states have no 
systemically available on-line resources or documents is a concern.  Thus the snapshot has 
highlighted the inconsistent and uncoordinated nature of the approaches to the transition to 
teaching in Australia and, in many ways, increases our concerns about the efficacy of the current 
programs being undertaken in the Australian context.  
 
Innovative international practice of transition to teaching 
There are many lessons to be learnt from effective and innovative approaches to the transition to 
teaching occurring beyond Australia.  While effective transition to teaching programs around the 
world may be structured in different ways, there are a number of common attributes. These 
shared characteristics include: opportunities for experienced teachers and early career teachers to 
work together, focusing on reflection, having time for collaboration, and a slow but sure 
approach to acculturation to the teaching profession (Howe, 2006).    There are also a number of 
practices emerging from smaller programs that are worthy of note and include longer periods of 
internship, investing in training and professional development for the mentors, comprehensive 
in-service training conducted by staff outside the school site, reduced teaching loads for 
beginning teachers and focusing on feedback and collaboration rather than judgment and 
assessment (Howe, 2006).  Countries such as China, New Zealand, Switzerland and Japan have 
developed highly regarded national induction programs.   Japan and Germany use internship 
type approaches to transition their beginning teachers under the mentorship of more experienced 
and skilled colleagues (Britton et al., 2000).   
 
In this paper we are interested in the components of formal induction programs that are run by 
universities for new teachers across a number of school and district sites.  The Santa Cruz New 
Teacher Project (SCNTP) at the University of California is one such program.  It seeks to 
develop beginning teachers who are responsive to the needs of a diverse student population and 
who embody the professional norms of ongoing inquiry, assessment, and refinement of 
classroom practice (Moir, 2001). The SCNTP is a partnership between University of California, 
the Santa Cruz County Office of Education, and around 20 school districts. The program is 
founded on a two year Individualized Induction Plan (IIP) that is developed based on the novice 
teacher’s emerging needs.  This plan is supported by release time and reduced teaching loads and 
an additional $5,100 per teacher (Moir, 2001).  Key elements of this program include mentoring 
and individualized formative assessment for the purpose of improving practice, as opposed to 
formal teacher evaluation.  
The Teacher Induction Scheme (TIS) in Scotland is another example of a world class program 
for initiating teachers into the profession. In Scotland newly qualified teachers are provided with 
a position for one year as they work toward the Standard for Full Registration (Donaldson, 
2010).  During this probation year they have a 0.7 full-time equivalent (FTE) assigned to school 
based teaching and preparation, and the remaining 0.3 FTE is allocated to professional 
development. Suggested professional development experiences for the newly qualified teachers 
include opportunities for team teaching, observing other teachers and carrying out self-
evaluations of teaching or engaging in more formal continuing professional development (CPD) 
opportunities. Again, these CPD opportunities are extensive and include attending workshops 
and conferences as well as performing classroom-based research or visiting other schools 
(Donaldson, 2010; General Teaching Council for Scotland, n.d.). Each newly qualified teacher is 
assigned an experienced teacher who acts as a mentor over the first year of practice.  The mentor 
teachers are given a reduced class contact of 0.1 FTE to give them time to engage in the required 
mentor/mentee weekly meetings and to conduct the mandatory nine classroom observations 
during the year. 
As we have already indicated, there are many powerful lessons to take from these innovative 
international approaches.  In fact, taking this ‘globalised’ approach to considering how other 
countries, states or provinces have developed induction programs can be profoundly powerful.  
However, it is widely acknowledged that approaches and concepts that move from the global 
stage to a local context rarely stay exactly the same. Robertson (1994) uses the term 
‘glocalisation’ to describe these phenomena.  As such, glocalisation might be described as a 
blending of global and local.  We now introduce our glocalisation of the university based 
elements of the Santa Cruz and Scottish models described above.  The following section sets the 
context for this study and describes the significance of this focus. 
 
Setting the Context  
The context for this paper is set in a one-year Graduate Diploma in Education course at a 
university in Queensland, Australia.  Currently in Australia, Graduate Diploma programs for 
teacher education comprise one year of full-time study equivalent plus field experience in 
schools. These programs are designed for students who already hold a university degree outside 
the field of education to attain a teaching qualification.   However, it must be noted that the new 
national accreditation body for teacher registration and teacher education program accreditation 
in Australia, the Australian Institute of Teaching and School Leadership (AITSL) requires that 
graduate entry teacher education preparation programs, submitted for accreditation or re-
accreditation, must comprise at least two years of full-time equivalent studies in education 
(AITSL, 2011). 
 
For the past decade, there have been consistent calls for a more comprehensive approach to 
ongoing professional support for early career teachers (Department of Education, Science and 
Training (DEST), 2002; House of Representatives Standing Committee on Education and 
Vocational Training, 2007).  While it has been argued that foundational teacher education 
preparation should encapsulate both pre-service teacher education programs and induction 
programs (Ramsey, 2000), the current reality in Australia is that initial teacher education and the 
induction of beginning teachers generally exist as independent processes.  
 
This paper reports on a section of a pilot project that is attempting to address the historical 
disconnect between university and school contexts for beginning teachers. The project aims to 
facilitate and support the development of high quality teachers and may be explained as an 
extended model of teacher preparation that includes a university based professional development 
induction program. The model comprises a 1+2 program of formal teacher preparation: a one-
year teacher Graduate Diploma in Education, followed by a comprehensive two-year program of 
ongoing university based professional learning tailored to meet graduate and employer needs. It 
is assumed that workplace induction is also taking place for each of the graduates.  In light of the 
discussions and concerns outlined in the broader literature discussed earlier in this paper, this 
model is considered to have the potential to inform teacher education and also support the 
transition to the profession for beginning teachers.  
 
The professional learning opportunities in the pilot project comprise a series of modules that 
focus on core teaching and learning skills, while also seeking to build the beginning teacher’s 
abilities in the areas of relationships, and reflective practice. These clusters of practices are 
significant as they mirror the three areas underpinning the Queensland College of Teachers’ 
Professional Standards for Queensland Teachers. The Professional Standards were developed by 
the Queensland College of Teachers (QCT), the statutory authority for teacher education and 
teacher registration in Queensland, for teacher registration purposes and describe “the abilities, 
knowledge, understandings and professional values that teachers in Queensland demonstrate as 
they provide meaningful and high quality educational experiences for students” (QCT, 2006, p. 
2).  Currently, to obtain and retain teacher registration in Queensland, teachers must demonstrate 
attainment across the professional standards. It must be noted that a set of National Professional 
Standards for Teachers was introduced by the new nationwide statutory authority, the Australian 
Institute for Teaching and School Leadership, in 2011 (AITSL, 2012). However, full 
implementation of these standards across Australia will not occur until 2013.  
 
Data collection methods 
A questionnaire provides the primary source of data in this interpretive study. This study had 
ethical approval granted by the university ethics committee and participants gave informed 
consent by completing the questionnaire.  The purpose of the questionnaire was to reveal 
students’ perceptions (Cohen, Manion, & Morrison, 2007) of their perceived ongoing 
professional learning needs as they left the Graduate Diploma in Education program and were 
about to enter teaching practice.  Open-ended questions were included in the questionnaire to 
provide opportunities for students to extend and substantiate their responses.   
 
The questionnaire focused on the three clusters of teacher’s work that provide the framework for 
the QCT’s Professional Standards for Queensland Teachers. This is significant as demonstration 
of attainment across these standards is currently a requirement of renewal of teacher registration 
in Queensland. In completing the questionnaire, students were asked to rank order the 
dimensions of each of these three clusters of teacher’s work in order of the perceived urgency to 
their current professional learning needs and to justify the perceived importance. Further 
questions focused on revealing the aspects of the Graduate Diploma in Education program that 
students perceived as contributing most to their transition to professional practice. A sample of 
questions from the questionnaire is provided in Table 2.  
Table 2 
Sample of Questions from Questionnaire 
At this point in time, in what area/s of professional practice do you believe you need greatest 
development?  
What specific learning opportunities would you like in this/these areas? 
Think about your time in the Graduate Diploma in Education program, what other experiences do you 
feel should be added to the program to facilitate your transition to professional practice? 
What aspects of the graduate Diploma in Education program do you feel have contributed most to your 
transition to professional practice? 
 
Thirty-four graduating students from the Graduate Diploma in Education program at the same 
university in Queensland, Australia, completed the questionnaire. The students had recently 
completed their final semester of study and were about to graduate and so transition into 
professional practice. As such, we acknowledge that they are not yet within what could be 
considered the formal stage of induction where they were facing the daily challenges with the 
classroom, yet this cohort provides an indication of what some of the professional concerns and 
professional learning needs of beginning teachers may be.  Twenty-six females and eight males 
completed the survey with ages ranging from early twenties to over fifty.  
 
Data Analysis 
Responses to the participants’ questionnaire were collated and read by the researchers to become 
familiar with the data in a process similar to that outlined by Cresswell (2009). The data were 
initially hand coded separately by the researchers. Then, using a process of constant comparison, 
the data was re-coded (where necessary) and grouped with similarities and differences in the 
data noted and recorded (Miles and Huberman, 1994). Emergent themes were compared between 
the two researchers and checked back to the original questionnaire data. The extended responses 
in the questionnaire supported the themes and assisted in providing overall views of students’ 
perceived ongoing learning needs.  
Results and links to current literature 
In this section, four key themes which emerged from the questionnaire findings are discussed in 
light of the current literature in the field.  
1)  The use of reflective practice 
In the study, this group of graduating students indicated that they use reflective practice to 
identify their professional strengths and weaknesses, and to transform this knowledge into action 
to improve their own teaching. It is well-recognized that reflective practice assists individuals to 
engage in their own ongoing learning and, as such, is one of the defining elements of 
professional practice (Schon, 1983). A point worthy of further discussion is that these graduating 
students appear to focus on the more technical elements of teaching, rather than conceptual, 
philosophical or ethical aspects of reflective practice.  While this provides a starting point, 
reflection focused on technical implementation alone is insufficient to support meaningful 
teacher learning (Hoffman-Kipp, Artiles, & Lopez-Torres, 2003).  This finding prompts us to 
consider possible professional learning opportunities that might advance these new teachers 
towards more critically reflective practices.  
2) Expanding the repertoire of canonical classroom skills  
The questionnaire data indicated that these graduating students are eager for an expanded set of 
practical classroom strategies. While many of the graduating students expressed confidence in 
their fundamental understandings of their profession, they still sought practical skills in applying 
this knowledge to practice. While a few graduating students were concerned about their 
foundational theoretical understandings, most responses indicated a broader concern for 
acquiring more practical skills to make the transition effectively.   In the very early stages of 
transitioning to practice, graduating pre-service teachers focus almost wholly on transferring and 
integrating their content and pedagogical knowledge into practice rather than focusing on 
concerns beyond the immediate classroom (Pietsch & Williamson, 2010). So even while the 
teacher preparation programs provide strong foundational understandings and skills (Norman & 
Feiman-Nemser, 2005), it is up to the teachers to continually construct new ideas, skills and 
practices throughout their careers (Darling-Hammond & Bransford, 2005).  So, for these 
graduating students during this transition to teaching stage, it could be argued that it is a desire 
for professional competence (and arguably survival) that is driving the professional learning 
needs of beginning teachers. 
The data indicated that these graduating students consider behavior management to be the most 
problematic of their canonical skill sets.  However, the literature reveals that this is a common 
area of concern  for beginning teachers (see Arends, 2009; Charles, 2004; Groundwater-Smith, 
Ewing, Le Cornu, 2007; Pietsch & Williamson, 2010) and experienced teachers alike (Charles, 
2004).  Behaviour management is a critical element of an effective teacher’s toolbox, as the 
other fundamental skills of teaching, such as knowing what to teach (curriculum), knowing how 
to teach (pedagogy) and knowing what students have learnt and how to get them to the next 
stage (assessment), can only be effective if a teacher can successfully manage the behaviours in 
the classroom.  What is evident is that these graduating students understand the complex nature 
of the act of teaching and consider “learning to be a teacher is a great deal more than learning to 
teach” (Rorrison, 2008, p. 1) and are seeking pragmatic skills to support them in their complex 
roles.  As such, these graduating students are open to professional development opportunities 
that facilitate further development of their own canonical skills of teaching. 
 3) The impact of formal Field Experience 
The data indicated that these graduating students believe that, in their formal teacher preparation 
programs, the most significant professional learning occurred during their formal Field 
Experience in schools.  It is noteworthy that these students are graduating from a one-year 
Graduate Diploma in Education program. As noted earlier, the one-year teacher education 
programs have been criticised for their lack of opportunity for extended Field Experiences 
(Skilbeck & Connell, 2004).  A recent, major review of teacher education in Scotland indicated 
that teachers who graduated from intensive one-year programs - such as the participants in this 
study - tend to have a greater capacity for reflective practice and willingness to learn 
(Donaldson, 2010).  Further, in the Scottish study, it was found that, in their second year of 
teaching, graduates from one-year teacher education programs are likely to be as competent - or 
arguably more competent - than their four-year trained counterparts.   These findings support 
Donaldson’s (2010) argument for wider consideration of alternative approaches to teacher 
education, as opposed to traditional four-year Bachelor of Education programs.   
Current literature suggests that an effective transition to practice requires carefully constructed 
Field Experiences to enable pre-service teachers to both learn ‘in’ practice and ‘from’ practice 
(Darling-Hammond & Bransford, 2005).  Field Experiences facilitate an understanding of the 
day to day requirements of the profession and also contribute to initial ‘professional 
socialization’ into the values and attitudes of the profession (Zeichner & Gore, 1990).   
The findings of our study reveal these graduating students perceive that powerful professional 
learning occurs through the range of interactions they experience in their Field Studies sites. 
This practical approach is lauded as it is thought to ensure the quality of graduates, their 
professional occupational competence and their capacity to be able to apply their learning to 
work contexts (see DEEWR, 2008; DEST, 2002; DIUS, 2008; Universities Australia, 2008) as 
well serving to support these graduating students as they transition to teaching practice.  
It is not unexpected that Field Experience plays such a significant role in the learning of these 
students for in a formal teacher preparation program, it offers the opportunity to apply theory to 
practice, to experience the reality of a specific classroom and have an experienced teacher guide 
and mentor them in their professional decisions.  While the literature reinforces the critical role 
that field experience plays in formal teacher education programs, it also highlights an existing 
gap for many graduating students as they transition from pre-service programs to begin 
professional practice.  To be effective and continually grow as a teacher, graduating students 
must focus on their own classroom practice for constructing new responses, ideas, and skills 
(Darling-Hammond & Bransford, 2005). However, without a formal and well structured 
professional development program, a carefully considered induction plan or an experienced and 
dedicated mentor, this becomes an isolated and very difficult task.  It is widely recognized that, 
for the majority of graduating students, the transition from university to teaching involves few 
formal or planned transition processes at all. For a significant portion of new teachers this 
transition can best be described as merely the closing of one door and the opening of another as 
these graduates exit from their university teacher preparation programs and take up positions as 
new teachers (Herrington & Herrington, 2004).   
 
4) Ongoing professional learning needs 
The graduating students in this study consider their own professional learning to be ongoing.  
The view that professional learning is not complete at the end of formal teacher preparation 
program is central to what it means to be a 21st century teacher (Darling-Hammond, 2006).   In a 
complex profession that is undergoing constant flux a teacher must take on the attitude of being 
an ongoing learner and reflect on their previous experiences and current knowledge to 
effectively respond to new situations on a daily basis (Crosswell & Beutel, 2011).   
 
The teaching profession has long recognized that ongoing learning needs to occur throughout a 
teacher’s career.  Seminal researchers such as Lortie (1975), Jackson (1974) and Kennedy 
(1999) have identified that a new teacher transitions from being a student within the learning 
environment, to understanding, thinking and acting like a teacher while simultaneously 
managing the multiple, complex and competing agendas of the classroom.  Thus, the graduating 
students who participated in this study are taking up the identity of ongoing professional 
learners.  This opens a strong positive opportunity for those stakeholders who are seeking to 
work with, induct, mentor or professionally develop this specific group of graduating students.  
For ultimately, this group is open to and seeking professional learning opportunities. 
 
Professional learning modules  
This paper reports on a pilot project that aims to support the ongoing development of beginning 
teachers through an extended model of teacher preparation. The findings of this study were used 
to inform the development of professional learning modules that constitute the +2 component of 
the 1+2 model described earlier in this paper. While the topics in the professional learning 
modules aligned with the three clusters of teachers’ work underpinning the QCT’s Professional 
Standards for Queensland Teachers (QCT, 2006), the specific content within the modules was 
developed in response to the data collected from this study.   
 
At the time of writing, two professional learning modules have been developed and trialled in 
response to the perceived professional learning needs of the graduates. The first of these 
modules in the +2 component has as its focus classroom organization and management while the 
second module addresses further canonical skills of teaching. In the first module, new teachers 
develop practical skills around classroom management. These skills include strategies for 
establishing classroom expectations, routines and rules. Further topics in this first module 
explore how new teachers establish positive working relationships with students, parents and 
colleagues. The second module assists new teachers to further develop their expertise in 
assessment and reporting. Both of these modules provide opportunities also for the graduating 
teachers to further develop their reflective practices as they engage with the content of these 
modules and reflect on their own classroom practices in these areas.  
 
One key advantage of the professional learning modules of the +2 component is the timeliness of 
delivery of the modules. For example, the first module on classroom organization and 
management was conducted in the first weeks of the school year thus providing skills and 
support to new teachers as they established their classrooms in their transition to practice. The 
second module was held towards the end of the school semester, at a time when new teachers 
were preparing their first formal written reports to parents on student learning. Additional survey 
data (not reported on in this study) collected from the new teachers who undertook the modules 
reveals that there is a demand for future professional learning opportunities to address more 
subject-specific concerns.  
 
Discussion 
The findings of this study further support those of similar studies elsewhere in that graduating 
teachers want to improve their classroom management skills and to further develop other 
canonical classroom skills (Groundwater-Smith, Ewing, Le Cornu, 2007; O’Brien & Christie, 
2008; Pietsch & Williamson, 2010). While the teacher graduates in this study have revealed a 
desire to continue their professional learning, our concern is, given the current ad hoc nature of 
induction together with professional development opportunities in this country, how will this 
yearning be fulfilled?  It appears that Feiman-Nemser’s (2001) statement “professional 
development is everybody’s and nobody’s responsibility” (p. 1049) still holds true. While the 
rhetoric surrounding teacher induction continues, it appears that in Australia at least, little 
progress has been made towards the development and implementation of a coordinated and more 
coherent approach to the induction of new teachers into the profession. It may be argued that the 
move to two year graduate entry teacher education programs in Australia provides an 
opportunity to better prepare teachers for transition to the practice. However, we posit that 
concerns raised about transitions in this paper will remain unaddressed as the prescriptive nature 
of the content of these extended programs may inhibit more innovative approaches to teacher 
education.  
 
The findings of this research support a call for universities to play an integral role in the ongoing 
learning of new teachers post-graduation (Donaldson, 2010).   At the turn of the twenty-first 
century, Ramsey (2000) argued for greater continuity between pre-service teacher education and 
induction programs.  However, a decade on in Australia, initial teacher education and the 
induction of beginning teachers still exist as independent processes.  Thus, approaches such as 
the 1+2 program described in this paper can be seen to be an innovative and unique.  The 
findings serve to support the potential of such programs to leverage the development of early 
career teachers productively (Darling-Hammond & Bransford, 2005).  In fact, we contend that 
teacher preparation programs combined with coherent and aligned extended professional 
development opportunities can make a substantial difference to beginning teacher learning, 
perhaps even to expedite these graduating teachers to develop more expert practices (Darling-
Hammond & Bransford, 2005). 
 We are not arguing for university programs to replace school-based induction processes. 
Beginning teachers need to be introduced to working in their specific school sites and the 
associated cultural contexts of those sites. As such, schools are best placed to cater for the 
particular needs of beginning teachers in this regard. Certainly, some aspects of effective 
induction programs, such as providing a mentor for beginning teachers (Darling-Hammond, 
2003; Donaldson, 2010; Feiman-Nemser, 2003; Howe, 2006) are more conveniently and 
appropriately situated in school settings. Thus, we are not arguing for university programs to 
replace school-based induction processes but instead we are calling for broader aspects of 
transition to be addressed via more innovative alternative programs. Universities are well-
positioned to retain links with newly graduated teachers and to offer timely solutions to the 
ongoing development of teachers through innovative programs such as the 1+2 model.  The 
extended learning component is designed to supplement new teacher learning and so facilitate 
the transition of new teachers into the profession. However, we also acknowledge any 
organisation implementing such on-going and extended professional learning programs needs to 
carefully consider the issue of sustainability.  Possible strategies to address sustainability issues 
may include self funding models such as user pays or even seeking partnership or sponsorship 
from external bodies.   As school systems and universities share the responsibility for initial 
teacher education, it is a natural progression for these same environments to share 
responsibilities for teacher induction and the ongoing learning and development of teachers.  
 
While we have discussed some of the possible implications of the research study we 
acknowledge the study is small scale and any attempt to generalise the findings should be treated 
with caution.  However, the distilled themes are strongly supported from within the teacher 
education literature and as such might be evident in other cohorts of teaching graduates 
transitioning to beginning professional practice.   
 
Conclusion 
In conclusion, the findings of the study highlight that universities are well-situated to play a key 
role in the ongoing development of early career teachers.  We contend that there is urgent need 
for  greater continuity between universities and other key stakeholders to develop strategic, 
cohesive and connected programs of induction.  Over the past decade there have been multiple 
calls for such programs.  We posit that the 1+2 program is one such program that can make a 
significant difference to the learning of early career teachers and impact on beginning teachers 
professional growth, confidence and self efficacy in the classroom.  As such, the possibility of 
university-linked ongoing professional learning support for graduates warrants further discussion 
and investigation. 
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